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a4
11.'4
, programs include developmental psychology in their core curricula. How can teachers

work without a sense of thre'progress of human development? Courses in Educational
r-4

Lr.N. Piychology atitempt to deal with some aspects oflhuman behavior with decreasing
.""

As a psychologist I :clintinually, amazed to discover how few teacher education
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CM emphasis on developmental psychology and greater emphasis on learning theory(Gaite,

tir
41

1975; Nunney, 1964). While learning theory can help teachers organize and deliver

formal instruction, it does not deal directly with interpersonal, emotional, and motivation-

al issues. These issues - which concretelyinplude getting along with other teachersnd

0

students,"disciplining" and "motivating"students,, and finding oneself in the tearing

role -,concern tealchere, especially beginning teachers, more than instructional issues,

(Fuller, 1969, 1970; Settler, Grinder, and Clark, 101). Psychology has a great deal,por'

'say about how people get along and the developmental experiences. which set the stage for

this, including those aspects of cognitilte development which influence the way persons' -

perceive the world and their relationships to it. The thtleiapproaches to teacher

4self-development described in this paper are concerned with helping pre-service teachers
L

understand how people develop. particular strategies for getting along with each .other.,

Yet.there is more to this story. Teachers are always a patty to their relatfon-

ehiPS with their students and colleagues. In fact, it can be argued that it is the

teacher's Personhood,that is central to his or -her, interpersonal with

students and colleagues. While learning about the processes di developient probabbr,

will be helpful, to teachers who are attempting to facilitate their student'

development, such intellectual understanding in no way ensures that teachers will'

integrate the theory into their interactibne with students. Each teacher's personal

development -is a more potent determinant ofhis or her behavior, with students and .

. .

c-J . -
,

c.,
colleagues. For example, teachers' needs for afeAction.and approval will affect their

.
-

40-1

0 ability to set limits for children. Teachers' belief about women may affect their
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f-beha4ior toward little girls. Needs to appear strong may subvert attemptS to em-

pathize with students. Teachers' demands for affection can undermine-students' autonomy.

Feelings abodt 'their own worth and power influence teachers' relationships with super-

visors arid, colleagues. The life experiences which lead teathersto assume4thesetviews

are also important aspects of deiielopmental psycholojy.

Development of self-concept, self-esteem, and beliefs about other People.is
.

.carried on miostly in families, and to some extent in schools. Children are powerfully .

influenced by the ways theif parents and peers relate to them. And; while families
I

are more potent influences in the most plastic (formative ,(first five) years, schools not

only have the potential to serve a' continuing (after 5) influence on. person deVelopment,

but also the potential to remediate problems not resolved in the pre-School years. As

d4Ieloping persons,' teacher& were influenced by the same factors as were the students
1 4

4tom they teach. Understanding their own development can permit teachers to become more

empathic with their students as well as to help students in their quests for selfhood.

So, although it could be fruitful to instruct teachers about theorieS'of human

development,. it would be more aced-ethic than fruitful if teachers' awareness of heir

own courses of development were not paft of the formula. 'So the three approaches

I am about to describe all have two sides to them: -a "professional and sheoretical"

aspect, and a personal aspect. The assumption is thaillfrvachers aren't."part of the

solution, they may become'part of the problem.'

Let me be specific for a moment about the kinds of developmental concerns that

these three approaches con iffier. I am concerned about the possibility that un-

tested preconcepti s may preventteachers from seeing thefr students, realistically;

or that unresolved 4nter personal issues may distort their views of and expect-7

atigns about their students. These same conflicts may make it,difficult'foi teachers

to enjoy being with their std049nts. TeSchers need tb be able to find 'enough sources

of satisfaction in their personal lives t'Tiat they will not look to students to

' apply their needs. It is my view that to facilitate students' emotional development,
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teachers need to be relatively ecure persons,who experienc4 life fUlly ',48,11d Who can
c

help students grow to appreciate fife's meanings and ambiguities. It takes effortlb)
, I

.

2
become this sort of person. I believe that it is appropriate for a teacher education

,. ..,

program to offer view and to provide self-development experiences which

encourage students to explore their.personh9od in these ways.

Although this is a value-laden position, it has been supported by research which

demonstrates that teachers' effectiveness in the classroom is related to their - develop-

ment as persons. For examprep Art Combs' (1969) research' demonstrated convincingly

. #

I
that more

,
effective teachers see themselves as more adequate, trustworthy and seq-

.. .. *

revealing than less effective teachers. More recently, Berliner and Tikunoff (1977)

identified a number of-variables that distinguished effective from ineffective teachers.
*.

Among them were things like degree'of accepting students' feelings and attitudes,

spontaniety, ana,(negalively related to effectiveness).belittling children in front of

others and seeking recognition from the students. These variables are clearly related
IP

to the teachers' own needs, conflicts, and ehafvior patterns.

,While the three OproacheS"to teacher,self- development I am about \tq describe

differ in content and strategy, they share'a common-goal: to help teaclkrs learn about
4,

the processes of,human devleopmeqt as well as to facilitate their on development as ih

persons. In endeavoring to help students see the meaning of theory in plei wn lives,

I hope that-the students and I both go beyond our current, perceptions of ourselves and
,

. r
others to find more .effectieways of biing with ourselves and our students.

.

The approaches to teacher self-development I will be describi are part of

Syracuse University 1 s trndetgrgduate, pre ;service teacher educatiOnt.program. The

prograiAtkelf is innovative since students, have practical exPerienCeS'Via field

Context

'

placements beginning in their first Eddtation .course and continuing throughout theiri.
professional education semesters. )his begins with experiences in tut4r4.ng and ob-

l; . ,

.. I
i r

serving children: EleMentary education majors spend two days each week.in schools
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in their first full-time semester, three days weekly during the second, andfull-time I

duting'their student teaching semester. Secondary majors follow a similar pattern,

but with somewhat less time in schools. All studenti also take methods courses, most
0 . ,

of which are ohe-credit minicourses which meet on cafpus for two hours weekly for seven

weeks, as well as a full'compliment of liberal arts courses. The workload is demanding.

Thetpressure of being in field situations adc -- helpfully, I think--to students'

concerns about their potential 'to become good teachers and their feelings about teaching
,

4

as a career. Working closely with children, experiencedteacheia, and peers also raises
5ameei

4

many interpersonal questions and problems.
,...--0"'""

The three minicourses_roffar Can be. felated to he kinds of interpersonal

situations which occur In the,f4eld, as well'at.to personal issues'with friends and ,

.

family. Although the .th e workshops -- "Human Development," "Helping' Skills," and

"S'elfjAealization" are electives, scheduling problems haveoften reduced students'

option,, and ame of the students took these courses more out of necessity than out

of f choice.

..

- The Minicourses

Human Development is the latest of these minicourses to be developed. It came

aboutYwhen it became apparenf that our new program did not offer any Courses dealing

explicity with theory of child development. Although some students took Child qr

Adolescent Development in the Psychology department, few were familiat*with

psychological processes and issues in.human.deveiopwent which might-help them 10 better
1

understand their students and themselves. Now that I think back, filling this void
A

with a.one-credit, 14.--contact-hours minicourse was no smalychallenge! Imade some

value-laden decisions, and concluded that anftimPortant focus to consider was nurturance,

/largely as provided in thk family, including the kinds of interactions that occurred

between parents and children and among the children and the effect of these interactions

on development of self-concept and expetations al ui other people. I Also decided"

.

, 5

I .
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...
.).

1-that for this to. have a deep meaning for students, it had to bebased on real eases of

developing people, including themseLes. I chose to use an inductive strategy to en-

couragecourage students to generate their own'"principles" of, development., I found an

anthology of childhood autobj graphies of famous people (Milgram and Sciarra, 1974),

adapted some structured interactions from,Peoplemaking (Satir, 1972), and devised a

series of mini-lectureson topics like what it means to beP nurtu(rant person, the
... ,. .

family social situation and children's feelings, modelling the development of self-
,.. ....

esteem, and the effects of birth order on sibling relatiohshipe and self-concept.

Each course meeting iidisadid a mini-lecture, structured interactions which invited x

students to consider childhood feelings in the light of their own histories, and //.
. ... -

.

discussion. . ,

Here is an illustr.ation of how the variots,activities worked together. In the

context of family interactions, I wanted to introduce Freud's hypotheses about the

OediOus.and Electra situations as paradigms Or some of the conflicts that arise in

lapilies. My experience as.a student and as A teacher was that if these ideas were

introduced at all, they were introduced in such an intellectualized wa"s to seem

,like the ravings of a madman. (When I was an uhdergraduateat Illinois, one-child

/ psych teacher told us not to bother with Freud, as his work was passe). My personal

,

ti

search for self-understanding was quite the contrary. \I thoughtiOmt, when consideredsearch
e s'7'.11;, +.

from the point of view of a child's feelings, the. Oedipus and Electra conflicts' were
. v

morere believable,and were at least\usefut metaphors for' the emotiona nflidts children °

i - ...--/- , ...

.
, .

face. So, in theHuman Developmentclass, students'first read childhood autobiobraphies
.._

':...

t

. . ,

of
i

Eleanor Roosevelt and Dick Gregory, in which their Oedfpal and Bletral conflicts

."..

were explicitly recalled, but not intellectualized, For example, its one point in his

childhood, Gregory 1 erally attempted
.

to murdet bis father when
,

his father wandered
t

.
4

home drunkVter*pnths of absence and beat up his mother. In between visits, Gregoty'a
...-

7)

mother 4mA-invited a nearly- symbiotic attachment and his father's return brought'
10 .

/

out livid jealousy and confusion in the boy. :While'ElegnOr Roosevelt's
1

feelings were

J

I
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not acted out, her recall of childhood jealousy of her mother is 'equelly vivid, and

her.planskto marry her father
2
and have-children with him are explicitly recounted. As

/

is

Students read these autobiographies, we did some role playing in classwhich was des gned
/

A, 1'
r, -

to invfterecall of'some of their feelings as children. One of the vehicles for this

k
, I

was a parent -child situation developed by.Virginia Satir (1972). Wo'rking' in pairs, one
4

Student stands while the other sits on the floer at his or her feet. They engage in

conversations, take in the scenery, and reliablrbeiln'to sense what it is like to feel

little among giants, what it is like to feel less adeqdate and a bitweaker than- the

'lparent". TheseleelingS play an important part in early development andcan Influence,
.

.

children's perceptions of themselves. Sometimesyeality-testing (ides nof-totally

correct these perceptions as people grow older. By reexam4ing such early feelings,

/College students are alerted to the. conditions that invite Oedipal and Electral(Leelings.

Instead of an exercise in labelling somewhat unbelievable developmental stages, the

unit becomes a realistic characterization of one of the important life crises. At

, this point In the unit,:I introduced Fre d's formulations and invited students to

compare their nceptualizations of what goes_on with children with his view. I

might add that, in future versions of this unit, I will add to my minilecture the

recent research,interpretationsby Fisher and Greenberg (1977). In considering Freud's

hipothesis that boys identify with their fathers toresolve their Oedipal conflicts,

they provide data which phows that the identification comes not out of ,fear of the

. -

'father,.but rather from the father's nurturing invitation to give up the-conflict and
t

work together toward the boy's growth into manhood.

Since the arrangements for this workshop diffred somewhat from most university

courses, they are worthy.4 note. What would be requirements in most courses were

defined as responsibilities; responsibilities which we all shared. The participants'

responsibilities included reading 'short adtobiographies (Milgram and Sciarra, 1974) .

and sections Of Lidz's The Person (1976); becoming personally invpived in outside

work, which included personally reflective experiences; 'sharing their ideas andex-

periences In short, weekly papers; and evaluating their progress in the course, inefilding

7

1



J ,k
assigning their own grades.*.My responsibilities includejidentifying useful outside-.

of-class experiences; structuring class time; providinepersonal fte ack on weekly

.

papers; providing.miniiectures; and serving as a resource person. There were no term

-papers, multiple- choice tests, book reports, or final, exams. Only an Occasional student
,

found it difficult to take responsibit.ityfor participation in the activities, and 411

wasted no time playing the grading game. 14ost of the participalts put in more than

the usual amount of time appropriate for aone-credit course, and the data that T will

present later in the paper shows that most of them found it a worthwhile experience.

Helping Skills. The'second approach I
41
am describing was one of the.first minicourses

offered in our redesigned teacher education program (the first group was in Fall 1974),

and, from the first, had a practical focus. The goals mere to help students learn

about and become effective at certain spepific intervieting skills: Co be able to
4

paraphrase (rgfiect back))accurately What someone said; to improve capacity for accurate

empathy; to become proficient at perceiving both verbal and nonverbal commUtications;

and to begin tb develop effective use of self-disclosure of feelings'in helping sit-

uations. Working toward these goals could take up the greatershareof energy in a

graduate'program in founseliing psychology. Ta make matters worse, administrative re-

Arangement'af,the schedule reduced contact time in later offerings of the course from

thg original 24to 14. Evei in the shorter format,. however, we have been able to

. t.'
introduce some of the basic issues in establishing helping relationships and hate been

.

able ,to- develop some minimal proficiency in listening and. responding,.
. As will be

the data section students' evaluations of this course were quite positive and

they'peem to have applied what they learneeto both personal and professional situations.

1-2-

Workshop time was spent in describing and modelling basic sOils,' in practicing

the skills, and in discussion of individuals' experiences in and outside of he workshop.

''itry little theory was Introduced, primarily some of Carkhuff's (1969)-ideag-to provide

a sense I the course of development of helping relationships -- and aspects of Comb's'
/

(1969) work to add substance and to provide a bridge between theory and practice.

8,
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t . ( --/
,.

hany of the exercises used were inspired by .the work of Ninish and Hanel (1973) and
.

. .

.

Egan (1975). These exercises included ksracticing "attending" behavior, joie., good
i ,.

.

, . $

posture, eye contact, and voice quality; accurate identification ipf others' expressed

feelings; giving accurate reflection of content; ant considering alternative responses

to others' statements. Time spent on "practiOing" self-disclosure to invite open-ness

from others,offered opportunities for sharifig personal concerns. This was sometimesi
done in,pairs to build trust 'more quickly. Sometimes Ihis matetialpmAlkinto the

.

group.. There were Many opportunities to disCuss relationships with children, Umilies,
/4

and peers. Shating of obese concerns, was often approviate to the course content, dad
.

helped students consider their styles of relating-to others as well as alternative

behaviors.

. ,

. Self Realization The third approach was designed as an ohortunity for students

to increase their elf- awareness. The focus was on the students themselves: how they

. interacted with peers, relatives, and children,, and the life experiences that predisposy

them to behave in those ways. The theory that served as a medium for these explorations

was primarily Berne's Transactional Analysis (cf. Berne, 1973), with additions (and

improvements) frosipsychoanallytiCal psychology. -Like aelping Skills, the 4iginal
*5t

version of this minieouree provided about 28 Nis of contact time, which was reduced '

in administrative reorganization a yeaelater to 18. Consequently, ati ongoing encounter'

group,' part of the original plan, was drOpped in favor of structured tasks (for pairs

and groups) whith were designed to encourage self-revelation and exploration more

sygtematically than was possible in the encounter groups. So the most recent format

was about evenly divided between mAilectures (on TA and related theory) and structured

interpersonal "encounters.*

.
A brief overview of some of the theory presented asfwell'as the interactive

.

experienses employed may provide a sense of the igSues.4en to exploration in thin

workshop. A major topic was stro es: how people stroke each other physically;

t
werbally and nonverbally; the origin of stroking styles in early family (interactions;

6
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r.

and the ways people manipulate each other to get strokes; research on the impact of
,

kinds of stroking on development, e.g. how a lack of early emotional contact can lead

marasmus. Students worked in pairs and group discussions to explore the kinds of

stroking that occurred in their families and their current needs and styles of stroking.

A .

Berne's the about personality development -- the'role and function of the
.

r'
i

.Parent, Adult, and' Child ego states -- was also introduced a44 compared with Freud's

concepts of Superego, Ego, and Id., Students practiced identifying ego states represent=

ed in various role-playing situations, paying particukaIjlattellon to nonverbal ones..

Wotk outside of class dealt with identifying ego states in interactions students bb--'

served between their peers and their ownAstudents in schools. Other aspects of

Transactional Analysip that were considered include psychologital games and their

functions; life positions (the "I'm OK/You're OK" rrd views and the events that lead

people to assume those positions);, and, when time4permitted, a brief introduction to

A . /
the 10ea of life scripts. InteryieW schedules were,pro4ided to pairs of students .so '

that ther.could better identify the stles pf their fragactions with other people and
\ , ','.' .

, ,

tb facilitate recall of early family experiences tht led them to assume views of

themselves and others. From my perspective, the short amount of time available re-
4

stricted'the kinds of emotional involvements that lead to substantial increases in

self-awareness. .On'the other hand, students' saw the experiences personally meaningful,

perhaps in part because so few university experiences are available for this kind of

self - exploration. The outside work may'also have played a major part in the usefulness

of the experiences. Students read, Ain to Win and at theirdiscretion, worked through the

Gestalt Therapy -"inspired self-awareness exercises provided throughout. They also
2
sampled from a reading list, and worked through some observation tasks, for example,

,

categorizing the kinds of strokes given in an episode of "All in the Family." As in

the other two courses,-studpnts assessed their own progress via a self-evaluation in-

strument provided by the:Tstructor, and on the basis of their self-assessment combined

with ongoing feedback from the instructor and the other participants, assigned their own

0
) ///
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.

grades.
.

in Human pevel9pment, it was made clear fIpm the beginning that the -

responsibilities for getting something out of the workshop was shared with the7
instruct r.

/

StudentS% Assessmentsof Their Minicourse Eiperiences
4

//

Since the first Helping Skills workshop was offered in Spring 1974, asSessments

of the participants' experienceS in all, three minicourtes have been made periodically,

L

primarily via a wide variety of course-evaluation'instruments. Tke data gathered'in
. , P

*ft 1
. .. . .

this way was used primarily tnimprove the courses. Although different open-ended i

; . .

questionnaires were employed at various times, two instruments used Juicing t1 past

year were administered to all three minicouils. These were the iourse'Evaluation
,

r,---"/"....

'Supplement'and the Relationships Inventory. The results from recent administrations

of these instruments will be present since they permit comparisons between the out-
,

cotesjOi the three workshops. In addition, data from course evaluations pr three
* .

semesters of Self Realization will be considered.

The Course Evaluation Supplement asked students to vopare a given minicourse

to other Education courses that they had\taken at-Syracuse University. .(School of
41

Edudation requirements ensured that part,icipants0had taken at 4east the Introduction_
t , .

. ...

to Education course; most'students had taken at least two other
.

minicoftses.). The
. ,41 , _

items in thissurv9y, along with means and standard deviations, are shbwn in Tablel.

The figures are far the 51pri g1977 offerings of the workshops. (The Course Evaluation

0

Supplement also was administered to The #elping Skills and Human Development groups in

Fall 1916. Means for dll of theitemsexgept no.9 were ordered identl lly as'for the

Spring:1977'sample.)-There is a ,great deal of or to the data; a nuMber of
4

inferences can b Aade about'the comparative effects of the workshops n the participants.

Consider it 130.for example,
4
which asked students to rate the minicourse in terms

,

of how useful it was in helping theniSeCome better teachers. The course that was
10.

11 ,
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.-/ 1 .
il

,.

4
4r

O
#

t
.

',.4
o ,_

most behavibral,-moSt 4 Helping-Skills --mas.rated!highest among

-a

; .

-

the th'ree groupd.--, Human- Dlevelopment .which' focussed on boih children' and adults, was
,

y
0.

rated next ,post, useiulana Self.Realtzation, which focuSsed on the participants.
). ..4.1

themselves.wds found feast:'Ueful in helping the participants become better teachers.
/

,t*t

Item 2, whi6 dent's' ratings of the usefulnesSpi a workshop in increasing

self- .understanding, elicited comparable results. Self-Realization, in which the

.

main goal was self-understanding, .t.za4.ateerhigheit. Helping Skifls, 'which permitted
., t %

--
the next most personally-invested interactiong if class, was rated next'highestoend

Human Development, with,a more thepretical focus, was sten as least useful for self-

understanding. Inpnmmof understanding children, responseS to item also reflected

the different course orientationd: Human Development,-Arilich, .in_larfe part, fo'cusSed 6n

the emotipnal experiencestillthe giowing.child; was Oven the highest rating. Heltang.

which virtually ignored the pVocesses of development per se, was rated lowest.

Self Realization, whit ,while focussing °nettle participants, Presented a theory of

-personality formation, was. seen as haying a relatively moderate impact, on helping the -
t

,

participants understand children. This contrasts with -the first item, in whichlothe
1 ,

,.. -

behavioral approach (Helping gkills) was seen as, most useful in helping students*
i .

., ,
......

be'come better teachers, whike Human Developient was seen as having more impact.dp ; ,

increasing their understanding of children.
7

A

Its 5, 6, and 7.represent the three factors icsolatect in Syracuse University's
-

campus-wide Instruction'Alliating §urvey-(Stern and RIchman,.1973), which focusses on
p

.4.

A instructors' performance; The three items were included.in'the Course Evaluation
.0 0 .

Suppleaent to Comparyhe-bilance of these factors in the personallyloriented mini-
"'

Courses. The fact that instructor warmth was rated virtualfy identicallylfeir all three

workshops lends credence to the suggestions that instructorvarialis'did not account

ford the diffeences_in Outcomes between theminicourses. The ratings of class discussions

correlate highly with the amount of time studentsspent in interaction in the workshops.

Perhaps three-quarters of the.works*Op-time in Heiping'Skills was devoted to prtictice

0

.0
12 a-

40. I
.
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'.4
..

i.. 0. ,of specific skill Or pup discussion. In Silf Realizationolabout. half of the time.
..

!
. . ... .

.
. .

.
...,....

was,spent.on dyadic and\ small -group encounters, and in Human Development,.perhaps or.ial.,. (.
limh .

, - ..
third

Ai
of the-cohtact time was devoted to discussions. It is somewhat; embarrissing'to

.
s

. , .

report to this august body'at migfil be somewhat lees embarrassing in September) that,
.

i
. .

f -
. .4-N . _

.

' 'of the thmteactors represented in items 5,"6, and 7, "intellectual challenge" was ,

,uniformly rated lower than "instructor warmth" and "class disdtissionk."

c

It is even

more embarrassing for this psychoanalytical ented st to report that,
*

e k. .1.orthe three minicourses, the beha#iOral ---was seen, as most
. . .

intellectually challenging. I feel confident eRatthia. was due to the.fa4t that,

. sincethe behavioral approach offered the least in the way of explaihinvbshavior,
,

it seemed the most puzzling to, students, and therefore wasseen as intellectually

stimulatini. As- to the overall relatively lbw ratiogNiven intellectual challenge
4.

..,

"for these minicourses, the bes'I cansay is'that it. makes. sense! A relatively large

amount of time was spent in these. wet, ops on interactive experiences; relative,to

. -

most'university courses, less time was spent on learning theoretical material. In a
.040

. ,. . .

,way, it shows a weakness of the minicourses, since person. development,is anintellectually. .

1.0 ..

) sound and challenging /field ofNN. study. On the oche and, compared-to most university

courses,, these worksHoils have a much clearer focus on.person:1 development for the

'

. _,-

. -students, and the less intellectualizing about this, the bett9r.. At any rate, in future
'.-. . -

versions of ihesaminicourses, I hope to introduce more theory, lo-Pefully withOilt

. j '.
.

. .

.

.

, r

sacrificing the personal'orientatiom

.
,, , ,

. .

A few additional remarks about ;the data in Table 1 are in order. AZ--4-irstsglence,

gel

C
ittsvms surprising that personal feedback:from the inst4uctor4(i4em 8) waskrated

lowest for the most personally oriented workshop Self Realization) and higheit in the/'
..... -

imost theory oriented workshop (Human Development). There"are good.reasons ) for thi?

seeming paradox. In the Human DevelOpmet workshop, studentilfrote,a.short r.n....0a-,

. 0 . 0
:.,

..
.\

,

,

week on bothetheotetical and_personal.iss es. The instructor.responded to eW paper. .

je
' Vilth individual comments. -Stud,nts in Helping Skills submitted three or fOur written.

, . .

R. .13'
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exercises during the course and those in the most recent oXferings of Self Realization

only submitted two or three suctrpapers.. Thtis, the ratings correlated positively with

the amount- of feedback provided. In early versions of Self Realization; students res.:-

popded--an writing to many of- the exercises in Born to" Win and the instructot pro -,,

vided.personal feedback: Also, in the earlier versions of this minicourse, the.
a-

greater tnearly double) amount of contact time permitted "here-and now" feedback via

the encounter 'group work. Both of these avenues for sharing Provided more intleraction

with the instructor. Since early course evaluations'lndicated that . these approaches
.. ' .

were useful for many students, I will again include them wheWfuture versions of the

minicourse.haV Linger formats.

One of the anticipated outcomes of.personal development groups was that they
%

would affect the ways the participants relate to other People. In the'best of all

possible yorlds, this could be assessed by objective observation of the participants

in home and field settings.' Since the'city of Syracuse, N. Y., is only second best

as possible words go, we gathered some self-report testa, which at worst must be

taken.with.a irain of salt and at best must be seen as phenomenological data. -The

Relationships Inventory used for this purpose-contained three items, each with a,

rating scale and room for an open-ended reply. The three items,, with means and/
standard deviations for the Spring 1977 groUps, are shown in Tdd.e72. (Please note

that the sca es for this inventory were weighted oppositely to those in the Course

Evaluati n Supplement.) Throughout the groups, the relitionships that students

saw as mosts,<fected by the minicourses were those with friends. Between the mini-

'course groups, the most positive effects on relationships with friends were reported

by students in Helping Skills.' Among the outcomes these students cited in response to

,

this question were: listening more and giving less advice; being-less negative and more

.

open-; identifying friends' feelings more often and more accurately; better eye contact

in conversations; and more openness in expressing feelings. In contrast, participants in

Human Development reported that their dealings mith friends were affected in these

14.
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ways: better-understanding of friends' behavior and its meanings; clea perceptions

of friends' personalities; increased awareness of how friends affectled the participants'

behavior and the feelings they had about their friends; and more honest communications

with friends. Participants in the Self Realization group identified the following

outcomes regarding their relationships with friends: more open communications; clearer

perceptions of how people, see themselves; and better understand* of peO6le's motivations,,

both their own.and others'. Between'the three groups, there axe some similarities

and some difttrences in outcomes concerning relationships with friends. The points of

departure seem to reflect the variations in approach between the minicourses. For

4 example, participants in'helping Skills more often identified changes. terms of their

behavior; students-in Human Development reported better understanding of personalities

and perceptiveness in the exchange af feelings; and those in Self Realization noted in-

creased awareness of others' perceptions and of underlying factors in behaviOr.

AlthOugh participants rated the impact of the workshops on their relationships

.with their families lower than the impact on relationships_ with friends and children,

they cited a variety of outcomes - -a variety which, again, -reflected the orientations of

the workshops. Students in Human Development reported these changes: better under-.

standing of and improved relationships with brothers and sisters,; increased under-

standing of their families' influence on their own development; increased ability to

'see family members as individuals; and better Understanding,ot parents' communication and
, .

... feelingS. One married student reported better relation,ips with her daughter.

Several students said that they had not been fh touch with 'their families since the

course began. A few others repdrted that, as' one student put it, "After 22 years of a

certain style, thiips don't change much." Students in Self Realizatimi reported re-
.

latively,fewer ways'that'the course affected relationahips with their families. Those

,cited included better understanding of parents' behavior; more open communications;

and &proved ability to make needs and views knort. One thing to keep in mi'id with the

.elf Realization group is that, insofar as the. experiences affected self-awareness, it



-15

is likely that, at a given time, some of "the students may.have been re-experiencing

negative feelings toward their familiegas well as positive. This is because, in, the

process of recalling early,family,situations, people were likely to recall painful

,

memoritsas well
r

as pleasurable ones-. The students could'use both kinds of recall to

\

help understand their perceptions of themselves* others, and their options in dealing

with other people.

Like their reports of changes in relationships with friends, students in Helping

Skills tended to retort outComes regarding their families in behavioral terms. Changes

noted included listeni4 gore Accurately to parents; more clearly perceiving parents'

feelings; and increased awareness of when (one Student) was ",tuning out" his parents.
9

6

Considng that ,one of ''.the long-range goal, of these three personal develop-
.

merit experiences Baas to help young teachers improve, their relationships with 'their

students, it was,gratifying to find that participants found the courses to have a
1

fairly strong, positiv'e impact on theAe relationships. Students in Helping Skills

gave the highest ratings in this regard and also providedmany case examples. Out-
0

comes they cited, included: greater awareness of children's wants and.needs; increased

ability tocommunicate caring and concern to their 'students; better communicating

(as students) with their supervising teachers; more openness in sharing feelings with

kids'and a corresponding increase in their students' openness; and being more attuned

to children's feeliligs. The students in Human Development reported relatively fewer

examples of the course's effects on relatiOnshiPs wit children, Those that were

reported were more family-oriented: more concern f r childre home situations and

their impact on children; increased awareness of the subtler.influencea families have

110

on development -(e.g., on self-concept and self-esteem); decreAced judgmental behavior

toward children; more empathy foricids' feelinisl and. wore awareness of e impact of /

children's feelidgs on their-behavior. One or two students reported sit tions in which,

dde to their course experiences, they intervened in children's behalveWtJe., in finding

a resource for th hild at the school. !Among the outcomes re rted by students in
-

o
16
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'Self Realization'were better understanding of how to communicate with kids; ability to

use a greater variety of approaches in dealing with children, for example In ways Of

setting limits; giving more positive strokes; ana having a better understanding of how

kids develop and-how to improve the conditions for their continued development.

In general, the college students reported that, these minicourses had a wideirarie
f

of effects on their relationships with friends, families,. and children. The outcomes

reflected the orientations of the particular workshops. In a way it is surprising

that any effects were reported. We do not usually measure the impact of university
ar

. courses.in terms of their effects on relatisnships! Yet these three minicoursesc

even with a relatively limited- number of contact hours, seem to'have had at least

some influence---for the better,

lives Outside the classroom.

e students' value systems---on the participants'

Since the student ratings discussed so far-were based on workshops occuring "in

one semester, it is reasonable to ask about the reliability of these kinds of out,-

comes. Data on Self Realization taken from course evaluations in previous semesters

.

may, be helpful in this -regard. table 3 summarizes student responses_to threesqueotions

which were asked on anonymous course evaluations in Fall 197, Spring 1976, and

Fall 1976 workshops. While these' questions are more general .than the ones asked on the

more .recently-devised instruments, they suggest some stability im.the overall 1;a4pact

.

of therminicoutselker three terms. The only question which dt/W a Varying/Pattern,

' 1Was the one coneerning students! ;ilities to telaie the wotksho; eXperiencep to

professional concerns. As the previdualy reported data showed,the Se1f1Realization

workshop, with 'a focus on the college students themsels, appeared to beless:

professionally oriented.,

With the emphasis on self - development' in this minicourse, it is instructive* to

look'at the kinds of professionally-related outcomes the students reported from their'

Self Realization experiences in the three earlier workshops. These included: undr
-

17
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standing what led to the choice,of a teaching career; realizing that the participant

had been carefully guarding feelings when withstudents; trying less often to w0-

students' affection; having greater confidence -in dealing with kids; being more Aware

of being condescending or controlling with kid's; having increased awareness of bow
40

children trigger' certain emotions; realizing how older teachers act parental in giving

advice; and understanding children better.

Looking back on the development of these approaches and students' reactions to

their minicomrse experiences, I feeleleased about the way things have gone. Even

liefPing Skills and Human Development, which included the students' own/development as

f

only one of severs] gdals, seem to havg engaged the students in'seff-exploration and

self-examination. The student self-report data available suggests that the exploration1

had positive effects, both intrapersonally andkinterpprsonally. The experiences in

theseminicoutses suppott the notions. that situations can be deSigned which encourage'

teaChers' self-development, and that as teachers advance their, own personhood, their

students,can also benefit.

(/(

.

1
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Items

Table 1

Means and,Standaid4Devi.ati9;te of Situdentlatings.of

on the Course'Evaluation SdPpAment (Spring 1977,Groups)I

_,

itgn

1. usefulness in hel ing you become., a, M
better Ocher

.2., usefulnegp in elping you gain
s f-understanding-

,

/
3. usqvidess_in helping you wider-

stand children

usefulness in helping yoU° under-
stand adults :

intellectual

4.

5.

6.

7.

8.

instructor's

challenge` rproVided

by the course
c

warmth

rating of class discussions'.

personal feedback provided by the
instructor

9. overall rating of the instructor

fo. overall rating of the course

f

aNk.25/27 means that, of 27 udents enrolled in the course, 25 filled out 'the

evalUation.
b'
Ratings were made on-a f ve-peant scale, with 1.00.."Exceptional/0utstanding",

3,00.2"Average, and 5.00.2' Unsatisfactory ".

po.
Minialurse-GroUp

%

'Human bevel: Helping Skills Self Realiz.

M
s

s

ri

s

H
Er

7

M
s

M
s

s-

M .

M
s

N=25/:2711 11,211/14

2.PP
b

.95

1.77

. 1.75
'

1.33

1;79 .47

1.68 2.16

.69 .68

1.90 1:66

.79 - .62

2.19 2.08

1.09 475
.

-

1.45 1.41
.78 .64

1.96 1.50,

.79 .50

1.31 1.58

.55. .75'

1.27 . 1.41

.53 . .49

1.86
)

1.e6
1.05 .

V. li

t4

2.27

1.18
.4;

2.00-

.63

,2.00
JI89

2.55
.69''

1.4'6

.69

1.73

...79

2.09

.'94

1.64
.81

1.36
%67

A.

c
Items representing ;three main factors on Syracuse University's."Ins ructional

Rating Survey" (Stern and Richman, 61973)

4
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Table. 2

Means and Standard Deviations fbr.Student Ratings.of
Items on the Relationships Inventory (Spring 1977 Groups)

Item

1,. How has what you learned in this
minicourse affected the ways you
relate to friends?

2. ..ifow has what yoU learned in this

minicourse affected the'Ways yod'
relate to your family?

3: How has what you learned in this
minicourse affected the. ways you
relate to your students or to
children generally?

°Minicourse Group .

- k
Human'DOvel.

N=24/27
a

HelpingSkills Self Realiz.

N=14/15. N=10/14 .

-M 4.17
b

4.82 4.20
a .64 .37 .63 *.

3.96 p.89 . 3.70
.74 .63 . .68,

M 4.17 4.48 -3.90

s .80 .63 .88

aN=24/27 means that, of 27 Students enrolled in the course, 24 filled out the
evaluation.

Items wdre rated on a five-point\scale, where 5.0001verypositively", 3.00="not
at all", and 1.00="very negative1e.

b

,

Table 3

Summaries of Student Responses to Questions
About the Self, Realization Minicqurse fbr Three Semesters

Question

Semester
Fall 197g.. Spring 476 Fall 1976
U=24/25a N=21/2 N=10/13

1. Would you recommend this mini- Yes 18

course tot a friend? No 0

.Other 2

2. 'aye you been able to relate
. Yes 12,

whatyou've learned to your No 0
professional Concerns? Other '1.

His this course been Yes 18
cpersonally meaningful for you? No .0

tither 2

a

21

0

0

14

2

1. 20

0

1

10

0

0

)9
1

9

0

N=24/25 means that, of 25 students enrolled., 24 filled out the course
evaluation.-

b
Data summarized for two different groups meeting on separate ays.
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